The aim of the genre-based pedagogy is to focus on students' academic needs and enable them to read and write successfully (Martin, 1993 (Martin, , 2009 . Therefore, it is imperative for teachers to understand the range of written genres and other writing skills that students need to use in their academic studies. This study has aimed to design an alternative and effective way of teaching writing to English Language and Literature students within the genre-based pedagogy considering their academic needs. The present study attempts to investigate the process of building metacognitive genre-awareness and show how it influences English Language and Literature students' ability to interpret and compose academic texts. The present study is designed as a case study, and mixed methods of data collection and analysis have been adopted. Several sources of data coming from both the teacher herself and the students such as classroom observation and teacher's journal, students' written texts (portfolios), students' diaries and interview with students have been used to have a deeper understanding of the process of genre-based writing instruction. The results of the study indicate that most of the students acquired, at least, metacognitive awareness of the declarative type, they seem to move their writing ability up and there is a general improvement in their writing performance.
Introduction

Genre acquisition/learning vs genre awareness
Instead of genre acquisition/learning, if students develop genre awareness through pedagogies providing ''guidance to structure specific problems and learnings into more abstract principles that can be applied to new situations'' (Beaufort, 2007, p. 151) , they are able to improve ''high road'' or ''far'' transfer of learning. In other words, they can ''successfully apply old knowledge to a new problem'' (Willingham, 2009, p. 74) . Thus, there is a distinction between pedagogies that support genre learning/acquisition with the repeated analysis and practice of fixed text formats and those that support genre awareness.
With this kind of a genre-based writing instruction whereby teachers and students manage to go beyond a prescriptive initiation into disciplinary conventions (Tribble, 1996) they will be enabled to take a critical view of the context of these conventions. Moreover, critical awareness of writing practices, suitable discipline-specific texts for students and how writers organize texts can be listed to employ and manipulate this type of writing instruction and "to meet the anticipated goal and purpose" (Kay & Dudley-Evans, 1998, p. 310) .
Therefore, what we like to pursue in this research is the examination of the process of building metacognitive genre-awareness within genre-based academic writing instruction and see how it influences English Language and Literature students' ability to interpret and compose academic texts.
Genre awareness with literature students
Genre-based pedagogies offer a valuable resource for assisting students' ability to both comprehend and produce texts. The distinctive features and benefits of this model are "(i) its focus on grammar as a meaning-making resource and (ii) its focus on text as semantic choice in social context" (Martin, 2009, p. 11) . Genre-based pedagogies put language, content and contexts together with explicit explanations in a systematic way "instead of focusing on the process of composition, the content of texts, or the abstract prescriptions of disembodied grammars" (Hyland, 2007, p. 150) .
However, to benefit from its positive sides, genre learning should also be applied carefully according to the students' needs in writing classrooms. A general understanding about genre learning is "…. essays or paragraphs with strict formats in the rhetorical modes are central and structure is often taught as fixed and almost universally transferable" (Johns, 2011, p. 57) . In these kinds of genre-based pedagogies, students are supposed to learn text types and use these texts in the related contexts. According to the students' needs, this kind of genre learning can be sufficient and effective for beginner students or in the preparatory writing classrooms. On the other hand, a more sophisticated and detailed approach should be put into use with advanced students or for students who use English language for academic purposes. In that sense, they should be encouraged to develop genre awareness instead of memorization of text types. In this research, the genre-based pedagogy which supports genre awareness, described by Beaufort (2007, p. 151) as providing "guidance to structure specific problems and learnings into more abstract principles that can be applied to new situations" will be followed within a genre-based academic writing instruction. When the literature students' academic needs are taken into consideration, their language knowledge, discourse competence and reflective thinking abilities should be enhanced with real samples of language through a conscious analysis of genres.
Genre and metacognitive awareness
Genre can be defined as ''abstract, socially recognized ways of using language'' (Hyland, 2007, p. 149 ) and it has become ''one of the most important and influential concepts in language education'' (Hyland, 2004, p. 5) . We need to consider that there are several genre theories and pedagogies; however, in the context of L2 academic writing, the ESP School has been very influential, particularly in teaching specialist varieties of English to graduate students (e.g. Swales, 1990 Swales, , 2004 Swales & Feak, 2000 .
In order to understand whether this kind of an approach toward teaching writing is really beneficial and successful to reach the aimed objectives of the course not only in theory but also in practice, questions such as what students think and feel about genre-based writing tasks, what they learn from them, and how they incorporate the insights gained through genre-based instruction into their own writing need to be answered. There are some prominent studies that were conducted with similar questions at the beginning (Cheng, 2007; Yayli, 2011) . In line with the findings of these studies, how to build metacognitive awareness within ESP genre-based academic writing instruction is also addressed in this study.
Metacognition, the ability to reflect upon one's knowledge and control one's thinking (Flavell, 1979) , is thought to support learners in perceiving relevant aspects of a task and therefore influences their ability to make strategic choices. Metacognitive strategies regulate their learning across disciplinary areas and learning situations (Azevedo & Whiterspoon, 2009; Veenman, Wilhelm, & Beishuizen, 2004; Zimmerman & Schunk, 2001) . Schraw and Dennison (1994) have defined metacognitive awareness as the ability to know when and how/ why cognitive strategies should be applied. Also, in Shraw's study (1998) , it is argued that students who have metacognitive abilities can adapt their learning strategies to different contexts. The distinction between two components of metacognition is accepted by most of the researchers: knowledge of cognition and regulation of cognition (Dunlosky & Metcalfe, 2009; Serra & Metcalfe, 2009 ; although see Flavell (1987) for an alternative view).
Knowledge of cognition refers to learners' awareness of their knowledge, of the task, and their thinking/ learning strategies; and it includes three different kinds of metacognitive awareness: declarative, procedural, and conditional knowledge (Brown, 1987; Jacobs & Paris, 1987; Schraw & Moshman, 1995) . Shraw (1998, p. 114) states that "declarative knowledge refers to knowing 'about' things. Procedural knowledge refers to knowing 'how' to do things. Conditional knowledge refers to knowing the 'why' and 'when' aspects of cognition." On the other hand, metacognitive regulation refers to how learners use metacognitive awareness to monitor and control their own thinking and learning or in another way, it refers to a set of activities that help students control their learning (Shraw, 1998) . Gombert's (1993) definition of meta-pragmatics can be considered for a deeper understanding of the relationship between metacognition and writing because he underlines the special nature of metacognition with regard to verbal communication. The pragmatic aspects of language use are covered by metacognitive knowledge of language and the pragmatic aspects of language use are arranged according to the different communicative contexts, in the case of writing, to different genres.
For this reason, students' reading and writing strategies can be developed by fostering their metacognitive knowledge of the rhetorical situation and of genrerelevant aspect to diverse contexts of academic communication (Negretti & Kuteeva, 2011) . Metacognition plays a role in every stage of the writing process. Learners need it from the analysis of the task to the linguistic choices while they are putting thoughts into words and to the revising and editing processes, which take place during and after the writing activity (Bereiter & Scardamalia, 1987; Breetvelt, Bergh, & Rijlaarsdam, 1994; Hacker, Keener, & Kircher, 2009; Kellogg, 1994; Myhill & Jones, 2007) . Negretti (2009) mentions the importance of metacognitive awareness of rhetorical and genre-relevant aspects. In her study, she states that these aspects such as appropriateness of topic, purpose of the text, audience expectations and effectiveness of argumentation imbue every moment of the writing experience. In their study, Negretti and Kuteeva (2011) also state that "genre awareness ties closely with metacognitive knowledge" (p. 96). They tried to trace "the development of students' genre awareness (Devitt, Reiff, & Bawarshi, 2004) of research-based writing and interpret this process using the framework of metacognition theory" (Negretti & Kuteeva, 2011, p. 96) . They suggest that "the body of research on metacognition, its underlying processes, and its relevance for students' ability to learn and gauge performance" can provide knowledge about "how awareness of genre, discourse, and rhetoric comes into play when students read and write texts that are situated in different contexts" (p. 96).
In short, among the four language skills, writing is perhaps one of the most difficult and important one for students with non-native English background. Some methods like The Communicative Language Teaching and the Process Writing Approach have usually been preferred in the teaching of writing skill for years in Turkey. As a result, although students have been working on how to develop their writing skills, they turn out to be poor writers. The problem for students who are supposed to deal with academic writing has been even more complicated. The shortcomings of writing instruction at university level has negatively affected students' ability to use the English language, express their thoughts, feelings, opinions in English and their attitudes, motivation and achievement in general. Instead of teacher-directed, product oriented practice a more process oriented writing instruction with paying attention to context, reader-writer relationship or purpose is needed to be introduced and implemented by the teachers. In that sense, genre-based approaches, which analyse language varieties in particular disciplines are very suitable and effective for the university education, where students specialise in their discipline. Therefore, what we like to pursue in this research is to provide a detailed analysis about the application of genre-based approaches to writing practice by examining the process of building metacognitive genre-awareness within genre-based academic writing instruction and see how it influences English Language and Literature students' ability to interpret and compose academic texts. In the light of these points three research questions were formulated to guide the study:
1. To what extent does genre-based academic writing instruction contribute to raising metacognitive genre awareness in English Language and Literature students?
2. If so, how does this metacognitive genre awareness affect English Language and Literature students' analysis of academic and literary texts?
3. How does, if any, this metacognitive genre awareness affect English Language and Literature students' writing performance?
Method
Participants
The target population of the study was the first year English Language and Literature undergraduate students from a state university in Turkey during 2014 -2015 academic year. The total number of the students in the department was around 300 students and 110 of them were the first year students who were the target population of this study (for the first semester, 115 students registered but 104 of them attended; for the second semester, 108 students registered but 93 of them attended).
Writing was one of the compulsory courses in the first year and all of the students were supposed to take the course because it was aimed that students could reach the adequate level in reading and writing English texts with this course. Participants were used to genre-based writing instruction from their prep-class; however, that course covered a general syllabus prepared for the students of all departments in the university. Thus, our design is not totally new for them but it is new in content and its objectives. The reasons for the choice of this group of participants were (1) the convenience sampling method was used and students took part in the writing class taught by one of the researchers;
(2) that instructor was giving the course, and experiencing the insufficient parts of the course during the years. The need of accommodating genre-based writing instruction with a more specific content for students who were studying English Language and Literature urged the researchers to conduct the present study.
With a consent form, students' consent was affirmed to be a part of the present study, and they started to be instructed through genre-based writing pedagogy by the instructor.
The course and classroom practice
ELL 103 and ELL 104 Writing courses were conceived as intensive courses taught over a period of two semesters, with the total of three contact hours in a week (in total, 14 weeks for each semester). Genre-based writing pedagogy prepared considering the students' academic needs and its teaching-learning cycle (deconstruction, joint construction and independent construction) was implemented as the instructional way of teaching writing to English language and literature students. The course included both conceptual and strategic content. Students learned about notions such as genre, register, discourse, audience and purpose as well as reading and writing strategies.
The main aims of the course were to expose participants to reading based writing and to analyse the differences in the rhetorical organisation and style in these texts in light of the ESP genre approach (Swales, 1990) . There was deliberately no specific textbook for the course; two packs of selected materials (sample and literary texts for genres thought to be helpful in their academic study, and related activities) were prepared for two semesters by the researchers with other colleagues, who work in the same department. Students were supposed to read and study these materials to familiarise themselves with the main concepts of genre analysis and with professional academic prose within the literary context (see Appendix A and Appendix B for syllabi of two semesters).
The underlying pedagogical rationale was that genre analysis with the sample and literary texts would contribute to raising the students' genre awareness and would better prepare them to write their own essays in literary contexts. The first semester of the course was more technical when it was compared to the second semester. Students kept portfolios and 14 voluntary students wrote diaries about their writing experiences and their opinions about the course and the teacher from the beginning of the first semester. In the first semester, students focused on the analysis of the literary texts, which were also the examples of different genres. They had to analyse the texts from the aspects of both genre characteristics and their literary features in order to comprehend them in a very detailed way and thus, to be able to perform the related writing activity. On the other hand, they paid more attention to the genres and their characteristics while dealing with the texts rather than their literary features and analysis. The reason why they mostly studied the genres is that the primary aim of the course is to establish the genre knowledge and awareness, at the same time, as the additional purpose of the course; with literary analysis, they would prepare themselves for their future academic studies in the department or after the graduation.
In the second semester, students studied the sample texts for genres and they focused on the analysis of the different literary texts, which formed the background for the students' essay topics (parallel with the related genre). They also watched the short films of some of the literary texts at the end of the course. In that way, they concentrated on the text analysis in two ways: reading through genres and through a detailed literary text analysis.
Research design
The present study was designed as a case study because it sought to find out the developmental path the participants followed while they were taught writing with a genre-based approach. The lack of a priori assumptions about the results characterizes the research as an exploratory case study.
Data collection and analysis
Genre-based writing instruction was started to be implemented by the instructor and the qualitative data for the present study was obtained from several sources: (1) classroom observation and teacher's journal, (2) students' written texts (Portfolios), (3) students' diaries and, (4) interviews. By using multiple data collection tools, the researchers were better able to gather and analyse considerably more and different kinds of data than they would be able to use just one approach. Although all students kept portfolios including their essays from the beginning of the first semester, only 14 voluntary students wrote diaries about their writing experiences and their opinions about the course and the teacher. The teacher kept a journal including her observation and impressions about students' reactions towards the course, writing practices and the teacher during the both semesters. Interviews with five students were conducted once at the end of each semester. Collection of portfolios and diaries, and evaluation of the teacher's journal were finalized at the end of the first semester. The same procedures were also followed in the second semester. More detailed information about the data collection sources will be given separately as instruments for deeper understanding of the nature of data collection and to show how the collected data was analysed.
Classroom observation and teacher's journal
In this study, classroom observation was used as a research instrument, which provided the teacher's opinions and evaluations about the student's behaviours towards the teacher, course content, and classroom activities. Relevant comments under these themes were kept in a journal after each class. The teacher's observations and notes in the journal yielded regular and systematic data for the present study. The data in the journal were used to support the suggestions and results for the related parts of the study such as the students' metacognitive genre awareness, its effect on their analysis of academic and literary texts and their writing performance.
Students' written texts (Portfolios)
All of the students were informed about how to be engaged in portfolio keeping at the beginning of the course and assigned to keep portfolios including six essays for the first semester and eight essays for the second semester under the titles of related genres (see Appendix A and Appendix B). Portfolios contained students' first drafts, annotations on their first drafts and their second drafts in order. Students got consistent feedback for their writings in the first semester; however, in the second semester, they worked more independently and received mostly dialogic input from tutors and in group-discussions. Detailed feedback was provided by the instructor to see if the students' observations could suggest metacognitive awareness in relation to genre, and if so, what aspects of their analyses of academic texts and their essays supported these observations, and why. Portfolio analysis was conducted on writing samples of 14 students. 14 students' essays in their portfolios (who were also keeping diaries) were analysed and double checked by another colleague from the department to maintain more specific and elaborated information about the anticipated data for the study. Moreover, in order to understand the effect of metacognitive genre awareness on students' text analysis and writing performance, at the end of the second semester, the students' first and last essays in their portfolios were analysed. Researchers and another instructor from the department graded the students' essays. They were evaluated by using "ESL Composition Profile" (Muşlu, 2007, p. 129) (Appendix E) composed of eight categories. In short, multi-genre portfolios were evaluated for both students' achievement and progress in their own writings and they helped researchers to see how they deployed moves and steps in their writing and how their genre awareness became embedded in their stances over teaching process (portfolio usage as a self-assessment tool and as an alternative assessment tool).
Students' diaries
14 students volunteered to write diaries throughout the composition of each essay with the guidance of the week prompts for the first (Appendix C) and the second terms (Appendix D). Furthermore, the students wrote in their diaries about their own ideas or opinions, which they want to discuss with others, their writing experiences, their opinions about the course and the teacher. These comments were then compared to glean common themes and significant differences among students in light of the three categories of metacognitive awareness (Schraw & Dennison, 1994, p. 460 ): 1) declarative awareness; 2) procedural awareness; and 3) conditional awareness. They became our categories of focus. After connecting the preliminary findings to the theoretical framework developed by Schraw and Dennison (1994) , the researchers returned to the data to verify to what extent the findings could be supported by actual examples in the data. Besides, the coded data were cross-checked by a colleague who is interested in qualitative research and no major discrepancies were identified. Numbers were used in the excerpts so as not to reveal the participants' identities.
Interview with Students
Five of the 14 participants, which were randomly chosen, in the diary group were interviewed once at the end of each semester. The interviews were conducted in both Turkish and English to allow the students to express themselves more clearly and freely. The main purpose of the interviews was to learn the perceptions of the students about writing in general and the course content (genres, the sample and literary texts, etc.). The instructor conducted interviews with five of the 14 students keeping diaries since the data gathered would reveal more about what students think about the writing course and the course implementation period. The students were mainly asked about their feelings and ideas related to the writing and course content. The interviews were tape-recorded with the permission of the interviewees. Then, they were transcribed and translated into English when it was necessary.
In short, the findings are the outcome of discussion, reflection, and questioning. The interactive nature of data analysis provided the opportunity to explicitly articulate assumptions, question interpretations, and reflect possible different avenues of explanation, the kind of collaborative ''reflexivity'' that is so important for the trustworthiness of qualitative research (Jones, Torres, & Arminio, 2006) and the validity of the interpretation (Guba & Lincoln, 2005, p. 205 ).
Results
Genre and metacognitive awareness
In their study, Negretti and Kuteeva (2011) state that "genre awareness ties closely with metacognitive knowledge" (p. 96). They tried to trace "the development of students' genre awareness (Devitt, Reiff, & Bawarshi, 2004 ) of research-based writing and interpret this process using the framework of metacognition theory" (Negretti & Kuteeva, 2011, p. 96) . They suggest that "the body of research on metacognition, its underlying processes, and its relevance for students' ability to learn and gauge performance" can provide knowledge about "how awareness of genre, discourse, and rhetoric comes into play when students read and write texts that are situated in different contexts" (p. 96).
As in the study of Negretti and Kuteeva (2011) , in this study, the constructs and variables such as metacognitive genre awareness, students' analyses of academic texts and students' own writing were employed in the design, analysis and discussion of the study with some differences. Furthermore, this study was based on the examination of the students' writing process within the relation between genre awareness and metacognitive knowledge using the framework of metacognition theory. Week 3: Genres provide the ways of being professional in writing (importance of techniques, sections of a text, rhetorical concepts). Student 2 Week 3: specific relevance:
Week 15: Knowing the genres makes the writing Week 18: While reading something, genre and introduction process much clear. genres can provide detailed Week 10: genre types
Week 17: Genres provide the details about academic understanding and analysis: writing.
features, techniques, styles and content. Week 21: Writing through genre is the analysis of an
Week 20: Being eager to write can analysis because attention should be paid on the different depend on learning new things (genres). techniques, styles and accordingly audience.
Week 21: Argumentative type of writing can change the point of view when the author has some prejudice about a topic.
Student 3 Week 3: characteristics of
Week 14 research methods and ethics, genres make the process easier. Week 22: They can be used for text analysis to recognize the hidden messages and meanings. Student 9 Week 10: language: adjectives,
Week 18: Writing and making analysis through genres are structure useful to have a clear pattern to express and comprehend strong feelings or opinions. Week 20: different styles (subjectivity vs and how the appropriate usage of them are related to the different genres are necessary for objectivity genre types being aware of their details and for the Week 16: Being aware of the importance of future career (example from biography language and its components (like conjunctions) and autobiography writing). according to genres are useful for text organization.
Student
Week 17: Knowledge of genres works Week 20: Knowledge of genres can be used in reading, very well in analysing academic and interpreting and analysing something related to literature. literary texts (for example in the Week 22: Knowing features of argumentative essays "Beginnings of the Novel" course).
can improve how you tell something about what you feel and this awareness can be used while supporting an idea and taking a stand.
Student 13
Week 5: learning strategies related to
Week 10: Being aware of genres is useful in expressing
Week 15: Details of genres are able to each genre and reflecting yourself easily. stop myself in order not to be remote from
Week 15: It improves your English: grammar, sentence the main idea. structure, vocabulary selection and conjunction usage.
Week 18: Variance gives opportunity to Week 17: It provides the knowledge of how to start be aware of details of writing and text writing and how to cover the topic in the light of analysis. features of genres.
Week 20: While writing about a topic the Week 22: Genre knowledge provides both to genre awareness provides me to understand/ accept and have different point of views. understand and cover the writing process.
Student 14
Week 10: genre structures,
Week 10: Knowing genres gives the feeling of being right
Week 22: Being guided and knowing the style and features place (not studying general topics but dealing with the ways of thinking and writing provide the own field: literature and related genres). ability of expressing own ideas and make
Week 22: language, vocabulary
Week 22: It can be helpful to change the way of thinking me feel much comfortable.
and audience (first plan then act).
The comparison of students' reflections across two semesters provides that most of them acquired, at least, metacognitive awareness of the declarative type, for example, which genre-related concepts they think are important to understand and to write academic texts.
At the beginning of the course, notions such as parts of an essay, genre, purpose, language, and structure were mentioned by the students without specific connections. Towards the end of the course, however, students' metacognitive awareness (declarative) seemed to have focused on more specific features of academic communication, such as the relevance between genre and audience (Student 5 and Student 14), genres and their social purposes, their influence on language (Student 4, Student 7, Student 8, Student 9 and Student 10), genres and topics (Student 11), genre structures and different styles (Student 12 and Student 14) . Similarly, most of the students showed metacognitive procedural awareness: In various ways, they attempted to think about how this knowledge could be applied to the analysis and the writing of academic texts. For instance, Students 3 mentioned how genre-relevant concepts could be used to think in a certain way when writing: "Knowing details force to think a lot and deeper: how to write, according to what, how to limit and how to develop". Furthermore, Student 14 mentioned: "It can be helpful to change the way of thinking (first plan then act)". Other students reflected on how some genre-relevant concepts could be applied stating that "Writing through genre is the analysis of an analysis because attention should be paid on the different techniques, styles and accordingly audience" (Student 2). For example, Student 9 and Student 10, reflecting on how to express feelings and opinions in their writings, said: "Writing and making analysis through genres are useful to have a clear pattern to express and comprehend strong feelings or opinions" (Student 9) and "Genres can be used to express feelings in a proper and structured way" (Student 10). In addition, Student 12 mentioned how the knowledge of a specific genre can be useful for supporting an idea: "Knowing features of argumentative essays can improve how you tell something about what you feel and this awareness can be used while supporting an idea and taking a stand". These examples showed that most of the students could move from declarative knowledge (what) to procedural knowledge (how) and they showed the metacognitive ability to apply the notions such as genre, social purpose and structure in different ways for different texts (conditional knowledge). For instance, Student 8 displayed knowledge of relevant notions such as the features of genres, and genres and their social purposes (Week 10 and Week 12). She understood the value of transferring this knowledge into specific strategies: ''Knowing genres make you feel adequate and much confident in academic writing'' (Week 14) and her second reflection in procedural knowledge shows a metacognitive shift. Concepts are now perceived through the questioning about their applications. For instance, she started to ask questions in the light of related notions about her writing (strategic aspects of writing) "Knowing details force to think a lot and deeper: how to write, according to what, how to limit and how to develop" (Week 22). Her reflections, in weeks 16 and 22, represent conditional metacognitive genre awareness elaborating on the strategic significance of genre knowledge to deal with the writing in different contexts and interpret different types of academic texts (conditional awareness). We may put more light to our findings voicing her:
Excerpt 1: "When the topic is not exciting, detailed information of genres can make the writing activity easier" (Week 16) and
Excerpt 2: "In other courses, such as research methods and ethics, genres make the process easier" (Week 22); Excerpt 3: "They can be used for text analysis to recognize the hidden messages and meanings" (Week 22).
These examples show the change in both general and genre related awareness as displayed in Table 1 .
Effects of metacognitive genre awareness on students' analysis of academic and literary texts
Adequate information related to effects of metacognitive genre awareness on students' analysis of academic and literary texts is provided through the students' diaries, portfolios, interviews and teacher's classroom observation (notes in the journal).
Firstly, students' expressions produced during the interviews and in their diaries are examined to see the effects of metacognitive awareness of genre-relevant concepts on students' analysis of academic and literary texts. For instance, one student stated that Excerpt 4: "Making genre analysis while reading a text showed me how to deal something about literature, help me how to interpret it and how to review and analyse it."
Excerpt 4 above explains the change of students' way of thinking about reading a piece of literature or an academic text. Other two excerpts below are also related to the changes in students' points of view as a result of the metacognitive awareness of genre-relevant concepts in analysis of academic and literary texts:
Excerpt 5: "Making text analysis and thinking in a detailed way changed me. I am searching for the hidden messages. While I am reading something, I ask questions to myself and I think about them. I don't just read it. Not knowing is happiness" (with an ironic tone). The following two excerpts depicts the student's improvement in understanding that writing is a process requiring specific knowledge and not only including reading but also necessitating analysis: Excerpt 7: "...learning technical knowledge about genres and making literary analysis are very helpful to understand the process as a whole." Excerpt 8: "I can manage to make comparisons between genres, and this helps me in both writing and analysing something. For example, in argumentation, I have learned to take a stand and before having it I try to understand and evaluate the both sides. In text responses, I had difficulties (especially film review: you shouldn't tell the whole story but you have to get the reader's attention. It is hard to keep it on balance)."
The structure of the design generated with the genre-based writing instruction was also appreciated by the students in affecting their reading habits as indicated in the following two excerpts:
Excerpt 9: "Short stories that we studied provided background information (mostly on feelings and understanding of the topic). Reading literary texts with genres is perfect; it is like using an elevator instead of the stairs" Excerpt 10: "... the most favourite thing for me was the processing way of the course: reading, writing, literature, detailed analysis, interpretation, etc." The teacher's observation and notes also indicated that students could make more specific and detailed analysis while they were dealing with the reading of the texts in the second semester. For example:
Excerpt 11: "During this term, the teacher asked the related analysis questions to the students as guidance for them, and most of the time, the teacher started the discussion for making the analysis clearer for the students" uttered by the teacher at the end of the first semester, and she mentioned about the change in students' responsiveness in the third week of the second semester as follows:
Excerpt 12: "Students are very eager to perform the pre-reading activities, this situation make them much more motivated and ready for the rest of the activities (analysis and writing)"; and the teacher wrote the following note related to the students' performances in analysis of texts in the seventh week of the second semester:
Excerpt 13: "The students' answers to the comprehension and analysis questions and their interpretations related to the both reading texts and the texts which they will write about are much sophisticated and creative." Table 2 below shows the differences related to the content, organization, discourse markers, vocabulary, sentence variety, language use, spelling and mechanics (within the frame of the related genre) between the students' first and last essays. When the students' scores are analysed considering each category of the "ESL Composition Profile", most of the students seem to move their ability up in the scale, especially in the content category. The positive manner in the content category of the scale is very meaningful from the aspect of genre analysis and producing appropriate writing pieces for two reasons: first, it is the backbone of the essay writing in general and thus, it covers the biggest part and includes everything, which is also necessary for a proper essay (introduction, development and conclusion). Second, while analysing a text, students should understand the content and its related genre and while they are writing they should also arrange their essay content according to the related genre. In order to be able to comprehend and write appropriately they should both analyse and compose contents, which carry the specific features of the supposed genre. The course content in particular, in this study, requires adequate and efficient text analysis (reading and analysis of the course materials) because if the students can be successful in understanding and analysing the text then they can manage to perform appropriate writing pieces within the frame of targeted genre. This is how the portfolio analysis provides data for the students' progress both in their text analysis and writing performance.
Effects of metacognitive genre awareness on students' writing performance
Table 2 above presents the comparison of the 14 students' first and last essays according to the ESL Composition Profile. During the evaluation of the students' texts all of the categories of the scale were taken into consideration according to the characteristics of each genre. For example, students' first essays were written in the form of recount writing and the last ones were written in text responses (interpretation) . Students' essay scores show that 12 students out of 14 succeeded to increase their ability in writing based on a genre acquisition. Even if writing text responses (interpretation) are generally seen more difficult than writing recounts, they were able to get higher scores from the last essays. When the students' scores are analysed considering each category of the scale, they indicate that most of the students moved their ability up in the scale especially in the content category.
In addition, the teacher's notes related to the essays in the portfolios present explanatory data for students' development in writing performance. The first essays do not have sufficient introductions or thesis statements and most of them do not have effective conclusions. With a specific emphasis on these sections, in general essay writing and genre related writing, they came to be more aware of and paid attention to these parts. In the last examples, the difference and progress can be observed in that sense and the teacher's notes also support this change. Some examples from the teacher's notes are given below:
Excerpt 14: "an insufficient introduction and conclusion (with very superficial thoughts and opinions about the text)" for the first and the last essay of the student, the teacher mentioned:
Excerpt 15: "More effective introduction with enough information about the story and her own feelings and a much more effective conclusion." Two notes indicating another student's improvement in producing well-written texts are as follows:
Excerpt 16: "Good introduction but it can be developed. It is a bit inconsistent" stated by the teacher for the first essay of the student, and for her last essay, the teacher mentioned:
Excerpt 17: "It is a very good essay with the telling of the story and giving his own feelings. Also, he gives some examples and quotes from some other fictional stories."
The next excerpt is the note related to Student 8 in Table 2 . It is seen in Table 2 that Excerpt 18: "The essay does not include his own words and ideas". The student has made use of other sources when writing, instead of creating his authentic work.
However, the second note related to his last essay displayed that the student developed the writing ability in using others' work without making plagiarism during the writing activity and adding appropriately his own feelings and ideas to his writing.
Excerpt 19: "There are some quotations from other sources, but for this time they are limited and with references. He also added his own feelings and opinions."
To sum up, in a genre-based writing instruction, the positive results in the content category of the essay evaluation (also in the other related categories) and the general increase in students' essay scores can be considered as the evidence for the students' improvement in writing performance.
Discussion
At the very beginning of the semester, most of the students were not sure about their stances toward writing (positive or negative). In their diaries, they generally preferred to tell about their daily routines. After a few weeks, instead of daily routines, they started to mention other people, other courses, literature as their own study field, their academic interests, some concepts such as friendship, egoism, selfishness, and women's rights and about movies and books. While they were writing about these kinds of subjects freely, at the same time, they were supposed to write about their feelings or opinions about the teacher, their progress and the course itself: topics, activities, genres and so on. They were also required to write in their diaries with the guidance of the week prompts for the first and the second terms.
As acknowledged previously, few weeks later, they started to refer to their progress in most of the aspects of writing, and while they were doing this, their manner was more positive and they began to gain self-confidence in writing about anything. In their diaries and interviews, they declared such feelings like Excerpt 20: "I think I improved myself a lot. I saw an essay from past (from the beginning of the first semester) and compared it with the current writings. Both my grammar and the content of the essays are very different. I feel better in writing now."
The students' improvement in structure and content fields is mentioned by the following text:
Excerpt 21: "I couldn't write anything, I had some knowledge from prep-class but it was not enough. I checked my file and I saw that I wrote only three sentences for the introduction but now I can write more than five sentences. In addition, their content developed. Even if I can't speak, I can express myself through writing"
Other two examples related to the progress and change in the students' language usages are as follows:
Excerpt 22: "...... getting feedback is good; through writing I can develop my English; … with the help of this course, I learned how to start writing, how I should be careful about the things while writing something, I can now stop and limit myself in order not to be remote from the main idea."
Excerpt 23: "I like writing and the course. It improved my grammar and vocabulary. I had difficulties in vocabulary selection; I still have but I feel the change positively. In the beginning I would say I didn't like writing", "Previously I could write few sentences but now I can write paragraphs; I know how to write an introduction and organize an essay."
The following two statements are related to changes in the students' self confidence in writing.
Excerpt 24: "I didn't like writing before, I cannot say I like it very much right now but my attitude is not so bad", "I was afraid of writing academic texts, I think I improved myself because I feel much confident now", "Even if I don't like the topic, I can manage to write something about it." Excerpt 25: "I didn't like writing because I didn't have self-confidence in writing. I like watching something, but not reading or writing. Here we both read and write, the teacher encouraged us and I started to read and write something and I started to like doing it. During summer, also, I will continue to write something."
Students, as could be understood from their short and non-specific sentences, appeared to be at superficial level in expressing and evaluating themselves at the beginning of the study. However, they turned out to be more competent in analysing their own improvement in writing. When we consider the sentences they created with details such as positions and their reasons, causes and their effects or vice versa, definitions and examples, we may say that there was an increase in the students' selfawareness.
The change in both general and genre related awareness was more clearly observed from the expressions uttered by the students during and at the end of the second semester. The comparison of and differences in the students' past and present writing habits can be detected in the following statements:
Excerpt 26: "There is a huge difference when I compare my current writing to the beginning. I am still stressful but I can see the positive changes. For example, I couldn't write two sentences in an hour but now I can express myself, my ideas with longer sentences."
Excerpt 27: "In the past, I thought how the other students can write pages in English but now I can also manage to write about something with the help of knowledge I have"
Excerpt 28: "I understood that my writings previously were like free writing thus I felt like I was lost in ideas."
Excerpt 29: "I thought 'Essay is essay' in the beginning and everybody could write an essay. It was not an essay actually; it was like free writing. However, we are literature students and we should know the necessities and details of academic writing." The data gathered from the students provided evidence for their progress and positive change in their ability to write, in genre awareness, in English language and in their attitude toward writing. Moreover, the teacher's weekly notes about the courses showed that even if they felt confused in the beginning they managed to cover the key points in time. The teacher mentioned the followings Excerpt 33: "Students cannot give the exact reasons of why they are dealing with genres in such a detailed way" in the fourth week.
Excerpt 34: "Students start to realize the differences between the genres and their features; they can realize the progress, but they don't manage to explain it in a detailed way" in the eighth week; yet when we look at the last week of the semester, we see that Excerpt 35: "They are not totally aware of the writing process and the genres, nevertheless, they can feel the difference and try to understand the details" at the last week of the first semester.
In addition, there were some notes related to their participation and approach to the course and course content such as Excerpt 36: "They had difficulty to understand the difference between the 'recount' and 'narrative' genres; they need to remember the features and samples of the recounting" in the sixth week;
Excerpt 37: "They liked the 'exemplum' very much; in my opinion, the text ('The Wife of Bath' from Chaucer) has an effect on this manner" in the seventh week; and Excerpt 38: "They stated that they see the importance of auto-biography in this course; they have never thought about the genre in that way (they felt themselves more important)" in the thirteenth week.
During the second semester, the teacher observed a higher level of self-awareness, genre-awareness and attention to the course. This study tried to explore how English Language and Literature students developed their genre awareness and knowledge, and writing competence as they were engaged in systematically designed genre-based writing tasks that incorporated essay writing. Findings demonstrate that a genrebased approach to writing based on the three phases of the teaching-learning cycle has created a positive impact on the participants in terms of understanding the process as a whole. Indeed, most of the students gained control over the key features of the required genres, and they expressed their positive feelings towards the approach.
Conclusions
It is our hope that valuable implications for designing syllabi and in-class activities for writing classrooms are offered by the present study in terms of practice and pedagogy in foreign language writing. This study has attempted to suggest some of the ways that genre can be of considerable theoretical and practical relevance for preparing students to write in L2 classrooms. As Hyland (2007) stated in a very clear and accurate way … a well-formulated theory of how language works in human interaction has become an urgent necessity in the field of teaching second language writing. Genre pedagogies are a major response to this need, providing teachers with a way of understanding how writing is shaped by individuals making language choices to achieve purposes in social contexts (p. 163).
At the very beginning of the study (the beginning of the first semester), students have had an uncertain view of a genre and by the implementation of the genre-based writing instruction they have begun to cover a more informed understanding of how text might be formed and structured to meet contextual needs. This development has also affected their improvement in contextual analysis skills and they can continue to apply them in their actual practice. In this sense, it seems that rhetorical reading is extremely important in teaching writing to students in their first year at English Language and Literature Department and it should be integral to building their ability to write in different genres.
Furthermore, students' comments in the interviews demonstrated that the analysis of the sample texts was very useful in helping them see how the linguistic resources they had known at a receptive level were actually used to achieve a goal in a real-life situation. In other words, genre-based pedagogic tasks have provided a salient link between form and function. This link enables students to have an initial framework for production.
Results showed that the students made clear gains in some aspects of their writing performance, as well as in their awareness and perceptions of their genre knowledge development. The analysis demonstrated that they became more able to control the degree of formality in response to the given context and make more appropriate linguistic choices to respond to the reader and to achieve the specific goal of the given task.
Another important point to mention is the relationship among genres, choices, and constraints. This was pointed out that there was a criticism that genre-based pedagogies might constrain writers' creativity through prescriptivism and that genre teachers may accommodate students to the model of the dominant discourse by simply encouraging them to write as they were taught. However, this argument can be levelled at almost all teaching approaches. Obviously the dangers of a static, decontextualized pedagogy are very real if teachers fail to acknowledge variation and apply what Freedman (1994) calls ''a recipe theory of genre'' (p. 46). Learning about genres does not preclude critical analysis, but in fact, provides a necessary basis for critical engagement with cultural and textual practices. Therefore, the present study follows a kind of genre-based writing instruction, which was formed according to the students' academic needs and focuses on developing students' genre-awareness.
One of the important and difficult points which should be considered while implementing genre-based writing instruction in ESP environment is to introduce many well-written sample reading texts which contain the features of the specific text-types into their own classroom. As discussed before, one of the difficulties faced by students when they develop writing skills was that they lacked the knowledge of the text-type in terms of language features and text features; therefore, they did not know how to turn their ideas into an intelligible text. Thus, while organising the design and materials of the course, paying enough attention to selection of the texts which serve as a model for students should be given importance as much as the implementation and practice phases of these texts.
Another difficulty that might be faced during the implementation of a genre-based writing instruction is that the instructor should always be aware of the teachinglearning cycle. According to its stages, students' reactions should be taken into consideration. Teachers should resort to the flexibility of the genre-based approach. It means that although genre-based approach is based on the three phases of the teaching-learning cycle, it is possible for some capable students to move further.
Within these terms, managing these purposes is very difficult for an instructor teaching in a crowded classroom as was the case in this study. For example, a crowded classroom made difficult to read and analyse even the sample texts. At the beginning of the semester, sample reading texts were given as homework and the analyses were done in the classroom for saving time. However, the problem was that most of the students came to the classroom without reading the texts. This situation inhibited the effective analysis of the texts in the classroom. In order to solve this problem, the instructor started to read the texts in the classroom but, still, it was time consuming; and even if some students liked reading in the classroom the rest felt bored. As a last attempt, the instructor assigned students to read the texts at home and showed short movies of the stories in the classroom which seemed to work better. Furthermore, following the portfolios and giving feedback were very difficult for the instructor considering the number of the students in the classroom.
However, despite all, at the end of the course, most of the students could transform their genre knowledge from a receptive level to a productive level after a careful and detailed implementation. When genre-based tasks are systematically designed, writers can gradually develop a range of linguistic/rhetorical choices to make and perform a certain social action in a socially appropriate manner.
In addition, this study aimed to explain how the participants developed their genre awareness and writing competence as they engaged in a range of genre-based tasks in a foreign language context. The study had its own limitations.
This study is limited to a sample of first year students from English Language and Literature Department at a state university and their writing skills during the first and second terms. Students' age, sex and educational background were not taken into consideration because convenient sampling had to be used in this research. This study only examined one group without reference to a comparison group. Therefore, even though the students' writing showed an improvement during two semesters, it is hard to conclude that the improvement is solely derived from the instruction. Future studies would thus need to use two different treatment groups and compare the achievement of these two groups.
This study is also limited to genres which have been thought to be useful for students' academic studies, and activities were suited to the objectives of genre-based writing instruction and they were geared to serve the literature students' academic needs. A further study might focus on students' development on a long term basis in other writing situations.
Date Content Assignments
Week 1 09/19 Introduction to the course. Detailed information about the goals and objectives of the course, content of the syllabus, and assessment of the course
Week 2 10/26 Essay Writing + Paraphrasing, giving reference, plagiarism
Week 3 10/03 Literary Genres + Text Genres (Genre+ Register+ Discourse)
Week 4 10/10 Recount (A Recount of Boy Waving Goodbye to His Father)
Week 5 The 4th HW is to be assigned The 3rd HW is to be collected
Week 11 11/28 Autobiography (Goodbye to All That by Robert Graves)
The 5th HW is to be assigned The 4th HW is to be collected
Week 12 12/05 Biography (A Childhood: The Biography of A Place by Harry Crews)
The 6th HW is to be assigned The 5th HW is to be collected
Week 13 12/12 Historical Recount and Account (Attack: The Coral Sea Becomes a watery Grave Yard)
The 7th HW is to be assigned The 6th HW is to be collected
Week 14 12/16 Portfolios are to be collected What does this assignment require from you? Based on your experience so far, what do you think you will need to do to write this essay successfully? What areas will be the most challenging?"
Week 11: "What type of essay are you required to write, and what do you know about this type of paper? What knowledge, skills, and strategies will you need to successfully complete it? Based on what you learned so far, what will be the most difficult areas for you, and why?"
Week 11: "Reflect on your writing experience with this essay. In what ways have you met the requirements? What were the most valuable concepts of techniques you learned? Based on this experience, how will you approach your next essay?"
Week 12: Anecdote: "Reflect on what you have done so far for this assignment. What has been your writing process? In what ways has it been successful? Based on this, how will you improve your paper?"
Week 13: "Reflect on the autobiography essay assignment: what do you know about it?
What does this assignment require from you? Based on your experience so far, what do you think you will need to do to write this essay successfully? What areas will be the most challenging?"
Week 14: "Reflect on the historical account essay assignment: what do you know about it?
Week 15: "Discuss what you learned about writing research that you can take with you in future courses." & "Reflect on the first steps of the writing process. What have you learned about how to begin writing an essay and drafting? What strategies did you use? Were they effective? What could you do differently?"
Week 15: Final self-reflection (writer's self-portrait): "You are required to write a 1-page reflection on your experience in this course, a self-portrait of yourself as a writer.
Go back to your Journal and read it from the beginning. What have you discovered about yourself as a writer, a thinker, and a learner?
"The purpose of this reflection is to describe who you are as a writer, show in what ways you improved, what you accomplished. Imagine you are painting a before/after self-portrait of yourself as a writer, with your unique colours, lights and shadows. In your self-portrait, you should respond to the course learning outcome: 'Students will be able to describe personalize and apply processes appropriate for reading, writing, and learning.'"
